The criteria for inclusion were that the papers focused centrally on leadership or management in the South African schools' context. The abstracts were assessed against this general criterion and also to establish whether and how they fitted the structure of the ACE programme. More specific criteria for inclusion were:
Introduction
South Africa celebrated twenty years of democracy in 2014 and this seems to provide a good opportunity to review the progress made in developing an integrated education system, to replace the previous racially stratified system. The key legislation introducing a unified system was the 1996 South African Schools Act (SASA). The SASA gave considerable attention to school leadership and management, recognising their importance in developing a fully functional system, which would improve school and learners' outcomes.
As part of a wider strategy to improve the education system, the South African Department reports. This paper reports on the outcome of this review and also includes several recent sources examined since preparing the previous review.
Methodology
The literature research was conducted using electronic database searching, hand searching of key journals, searching of specialist websites, and using general search engines on the internet such as 'Google' and 'Google scholar'. The databases included Swetsnet, Eric, British Educational Index, JStor and several journal archives. A total of 523 references were considered by reading the abstracts. Fine-grained selection identified 162 articles and reports which were considered in greater detail and form the basis of this review. 1 The views expressed in this paper are those of the authors, not the DBE or the Zenex Foundation poor post-school employment prospects. Despite these differences, however, the context for school leadership is also strongly influenced by legislation and policy, notably the South African Schools Act (1996) .
The role of the school principal
The changing context for leadership has been accompanied by changes in the roles of school principals. This is manifested partly through professionalising the principalship (Van der Westhuizen and van Vuren 2007) and partly by an emphasis on developing a shared vision (Ngcobo and Tikly 2010) . The principal's role also includes ensuring the best possible resource achievement, allocation and evaluation, and the security of the site and property. Xaba (2012) adds that such processes are required to ensure that teaching and learning are of high quality, whatever the context. As we shall see later, this links to the growing attention to instructional leadership, and the effective use of all educators through distributed leadership.
School culture
The transformation of the policy context, and the changing demography of learners and educators, has profound implications for school culture (Zulu 2004; Villiers and Pretorious 2011 (Vos et al 2012: 67) The role of the principal in developing a culture of teaching and learning is discussed by Bush (2013: 14) , who comments that: Weeks (2012: 9) , following an extensive literature review, argues that the dysfunctionality of so many schools in South Africa requires a 'quest for learning', involving both learners and educators, and building upon their cultural heritage as follows to establish a learning community within the classroom' Christie et al (2007: 60) carried out a literature review, and also conducted an enquiry with 18 middle ranking schools. Their research showed that all these schools had organisational cultures or mindsets that supported a work ethic, expected achievement, and acknowledged success, leading to a sense of purpose, commitment, achievement, acknowledged success, and an enabling work ethic' (Ibid: 5).
Leadership and management models well known typology identifies six management and ten leadership models.
Three of these models (transformational, instructional and distributed) have a particular resonance in the South African literature and these are among the approaches discussed below.
Transformational leadership
Transformational leaders succeed in gaining the commitment of educators through building school vision, establishing school goals, modelling best practices, and demonstrating high performance expectations , Leithwood 1994 , Steyn 2013 . In South Africa, there is extensive use of transformational language in the post-Apartheid policy discourse but only limited evidence of its impact in schools. Singh and Lokotsch (2005: 286) , drawing on interviews with educators in two urban primary schools, discuss the understanding and reality of transformational leadership in South Africa, and comment that: 
Instructional leadership
As noted above, Msila (2011: 447) claims that leaders should make conscious decisions to operate within a particular framework; instructional or transformational. There is increasing recognition that instructional leadership may be an appropriate approach to school improvement in South Africa. However, adds that little attention has been given to the processes by which improvement can be achieved, including the need for modelling, monitoring and professional dialogue. These may be manifested through high quality observation of classrooms, discussion of practice within learning areas or phases, and the achievement of consistency in expectations of behaviour and practice for both learners and educators.
Middle managers are also responsible for instructional leadership and Ali and Botha (2006) (Williams 2011: 190) .
Teacher leadership
Teacher leadership is one manifestation of distributed leadership but it is also growing in significance as a model in its own right. Grant (2006: 511) reports on a study in five KZN schools and notes that 'few teachers appear to be embracing a teacher leadership role'. She also echoes the negative impact of bureaucratic structures: Principals need to be supported as they learn to delegate authority and teachers need to be supported as they take up their leadership role '.
The discussion of transformational, instructional, distributed and teacher leadership shows that the introduction of these approaches to leadership is inhibited by entrenched managerial leadership. Academic discourse is changing but there is little evidence that these emerging models are widely practiced in South African schools.
School Governance
The introduction of school governing bodies from 1997 was widely regarded as an important aspect of grassroots democracy in the new South Africa. However, Xaba's (2011: 210) research shows the problems inherent in establishing effective governance: Mathebula (2005: 190) comments that the role of representative councils is hampered by the minimal and traditionally authoritarian views of democracy evident in many schools. As noted above, Mncube (2008) also concluded that there is very limited involvement of learners in school governance, despite the national framework for their involvement.
To secure changes to increase learner participation will require modification of both principal and educator attitudes, especially in those areas where the culture is still 'elder' dominated, and where challenge in debate is seen as disrespectful. Smit and Oosthuizen (2011: 64) , drawing on a survey of 456 principals, SGB chairs and district officials, and on workshop discussions, also stress the importance of all stakeholders understanding the difference between participative democracy and political democracy and
show that these concepts are frequently confused. They point out that the development of democratic principles in action may be inhibited by the political activity of educators, notably through teacher union activity.
Accountability
The emerging literature on governance (e.g. 
School Development
School development is inevitably linked to changes in the wider political and social environment. Fleisch and Christie (2004: 95) Xaba (2006: 24) argues that development planning should be the responsibility of school management teams (SMTs) and cautions that 'planning should not be for the purpose of submission to the department'. He suggests that, for school development planning to be successful, the following points should be considered:
• The school principal and SMT should be charged with the responsibility of ensuring the initiation of development planning, as well as its implementation.
• Instead of seeming to "force" change and innovation, the school development planning process should have learning as its starting point so as to ensure that school development planning objectives and activities are focused on the achievement of learning.
He concludes that, by adopting these principles, 'schools will be in a position to self-audit in a realistic manner which focuses on schools' own improvement, innovation and change needs (Ibid: 24). He was able to provide empirical evidence from two schools where the planning process was seen to be effective:
• The whole process opened avenues for a climate of teamwork between parents, governors and staff, general and administrative staff, including support staff.
• The process enabled staff to deal openly with issues relating to interpersonal relationships. The team spirit that prevailed during and after the planning process, helping to overcome the previous limited teamwork in these schools.
• School governors realised, through the process, the importance of their roles and responsibilities in promoting the interests of the school. This highlighted the need for training of SGB members in school governance and was included in the SDP as a challenge that needed to be addressed.
• The process induced everyone to realise the state of the schools' external environment. The issues of poverty and parent illiteracy were unpacked and understood in the context of parental and community involvement in the school. As a result, the need for home visits was identified and included as an aspect of the school's long-term plans.' (Ibid: 23).
While Xaba's (2006) research appears to paint a positive picture, there is little evidence of widespread development planning. Steyn and Wolhuter (2010: 456) , and Boateng (2014) argue that there has been little improvement in schools' capacity to engage in planning because many schools, and some districts, in South Africa are dysfunctional, or do not function optimally.
Leading and Managing People
Leading and managing people are central aspects of school leadership in all contexts (Bush and Middlewood 2013) but may be of particular significance in South Africa. In this section, we review the literature on this theme.
Staff development and mentoring
The emerging research on staff development is concerned with teacher perceptions of the context within which they work and leadership plays a large part in determining this context. Bantwini (2012: 517) Mosoge and Pilane (2014), drawing on interviews with 15 participants, also claim that development has been neglected within IQMS, in favour of appraisal linked to incentives.
Leadership teams
Bush et al (2010) found several examples of dysfunctional senior management teams (SMT)
in their small-scale study in Limpopo and Mpumalanga. However, Bush and Glover's (2013) survey of 180 Mpumalanga SMT members showed that the framework for greater team effectiveness was in place in many schools with almost a third meeting weekly and the great majority (88%) meeting at least monthly. There was also an enhanced focus on instructional leadership, with more than half of respondents including curriculum management, and monitoring teaching and learning, among their top two priorities. However, Hoadley et al's (2009) research in the Eastern and Western Capes found that the priority role of the principal is that of school administration, thus minimising the leadership function of SMTs.
Teacher unions
There is widespread anecdotal evidence that teacher unions contribute to underperformance in South African schools by adopting a negative approach to initiatives intended to promote improvement. Msila's (2014) study of ten urban schools in the Eastern Cape suggests that strong union affiliations lead to the 'paralysis' of school management and leadership, with negative consequences for teaching and learning.
Leadership development
Since the introduction of the ACE: School Leadership programme there has been growing awareness that the functions of leadership should be exercised by a wider range of people within schools. In their review of the programme, Bush et al (2011: 39) Leadership development is fundamental to change but R. Botha (2011) is critical of the leadership style of authoritarian principals, as a limiting factor in leadership development, and notes the overwhelming need for enhanced professionalism for principals. E. Botha (2012: 406) suggests than one approach might be to create professional learning communities which consider change through talking, asking relevant questions, and making decisions together.
Mentoring for leadership development has been investigated by Msila (2011: 51) Msila (2011) also points to the need for mentors to be effective in all aspects of their leadership practice and that the development of this approach is dependent upon the availability of trained and respected mentors.
Managing Physical and Financial Resources
Physical and financial resources provide much of the support required to implement the management of teaching and learning in South Africa (Bush and Heystek 2006) . However, there is only limited research on these management issues.
Managing finance Bush and Heystek's (2006) survey of Gauteng principals showed that they regarded financial management as their main development need. Mestry and Holongwane (2009: 341) add that principals feel that financial management is more complex when involving SGB members, as required by the legal framework. Hoadley et al (2009: 374) There is limited research about the way in which individual schools make use of financial planning, resource management, and the monitoring and evaluation of funds. However, Mestry (2004: 127) , following focus group interviews and observations with SGB members and educators in four schools south of Johannesburg, concludes that there were four main problems at that time. First, in some schools, the principal and the school governing bodies did not work collaboratively with each other in managing the schools' finances. Second, the SGBs were not trained effectively to manage the school's finances. Third, some of the principals objected to the cascading model of training and found the content of the workshops to be too theoretical. Fourth, the Department of Education had no mechanisms in place to support schools on financial issues and problems.
These findings are similar to those of Mestry and Hlongwane (2009: 333) , who investigated the perceptions of 20 secondary school governors in Gauteng and noted that problems arose from the lack of financial resources, the imperfections of cascading training, variations in the frequency and attendance at training sessions, the quality of training on offer, and a general apathy amongst SGB members. They concluded that:
'Schools should take the initiative of planning ongoing SGB training as well as provide induction programmes for new parent governors elected or co-opted to
SGBs, even though it is the PED's responsibility ' (Ibid: 337) . Lekalakala (2009) found similar problems with either lack of training opportunities, or lack of quality provision, in the Ramotse area of Tshwane, Gauteng. In an attempt to help develop policy, and to clarify the complexity of financial management, Van Rooyen (2012) outlines current research and provides guidelines for financial management at all levels. Thenga's (2012) study of practice in Gauteng township schools shows a lack of SGB training, inconsistent training, lack of accounting skills, and differing practice by local district education officials.
Managing health and safety
There is only limited research on this aspect of school management. Barnes et al (2012: 80) examined the relationship between school culture and violence in the Eastern Cape, and stressed the importance of developing clear policies, of securing educator support for learners in difficulty, and of involving learners in violence management. Singh and Surujlal (2010: 118) , drawing on interviews in 12 schools, discuss the role of educators in managing risk and conclude that 'educators are not adequately aware of, or do not fully comprehend, the implications of their legal liability relative to activities in PE at schools'.
Managing school grounds, buildings and equipment Xaba (2012: 221) , following research into attitudes and practice in 12 Gauteng primary and secondary schools, discusses the responsibility of governors, principals and educators in providing safe opportunities for all school activities. He distinguishes between five aspects of maintenance; organisation, inspection, planning, policies, and funding. He notes that, without policy directives informing school facilities management and maintenance, schools
would not have systematic processes aimed at ensuring that school facilities maintenance promoted educational programmes. He comments that participants generally did not have knowledge of school facilities maintenance and concludes that facilities maintenance at schools, and possibly at departmental level, is not accorded a priority status. He advocates governor training to ease the burden of facilities management for the principal and senior staff and suggests the establishment of facilities maintenance committees, drawing upon community expertise. Bush and Heystek (2006) note the low priority given to this activity by Gauteng principals but there has been some change in attitudes since then, partly prompted by the inclusion of MTL as a core module in the ACE: School Leadership programme. In this section, we review the research on different aspects of MTL.
Managing Teaching and Learning

Curriculum management
Most of the research on this theme relates to the macro level of curriculum management, rather than to classroom practice. Ngidi and Qwabe (2006: 530) Drawing on their empirical study of 146 schools in the Eastern and Western Capes, Hoadley et al (2009: 383) add that the school curriculum should be fully covered, with a well worked out plan to improve student results, and making the fullest use of the day for maximum learning. This requires a stress on learning, a positive culture, positive home-school relationships, good resource management, and effective distributed leadership as well as an instructional focus.
For Steyn and Wolhuter (2010: 456) , curriculum management stems from the link between strategic planning at provincial, district and school levels so that the problems of failure, dropout, educator and learner absenteeism, and indiscipline, can be overcome before the content is planned. Lumadi (2012: 121) Bush et al (2010) show that the difference between evaluation and monitoring is not fully understood and, although seven of the eight schools they studied in Limpopo and Mpumalanga used in-school assessments as the basis of educator assessment, there was variation in the way in which evidence was collected and used. Within school variation focuses on the results from the same cohort in different subject areas and points to the need for open discussion of laziness, blame cultures, inconsistency, and unwillingness to learn from colleagues. They argue that observation of classroom practice is fundamental to improvement.
Monitoring classroom practice
Monitoring classroom practice is linked to attempts to improve examination results. Mji and Makgato (2006: 253) examined the same subjects in seven poorly performing schools, and pointed out that learner achievement is directly influenced by teaching strategies, content knowledge, motivation, laboratory use, and non-completion of the syllabus in a year.
Classroom observation
Hariparisad et al (2006) state that observation is formative, to enhance teaching skills, and summative, to provide a basis for grading and promotion. Bush and Glover (2009: 5) More substantial research is required on many topics, including school governance, site management, financial management, managing people, and instructional leadership. In particular, more evidence is required to answer the key research question; why do most South African schools continue to under-perform?
